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Chapter 1
INTRODUCTION

This study explores the effectiveness of group counseling among a group often
Chicano/Latino freshman students. The study was conducted at Santa Teresa High
School in an effort to reduce the rate of high school dropouts among Chicano/Latino high
school students attending Santa Teresa.
Santa Teresa High School is one often comprehensive high schools operating as
part of the East Side Union School District in San Jose, California. East Side Union is
one of California's largest high school districts (grades 9-12) with an enrollment of over
22,000 students. In addition to the ten comprehensive high schools, the district operates
four "Small But Necessary Schools", one alternative school, and an Adult Education
Program.
Santa Teresa has always had the reputation of being a resourceful high school. In
comparison to other schools in the district, Santa Teresa has a low drop out rate, high
average daily attendance, and is considered to have less gang and violence problems.
What concerns Santa Teresa is the number of Chicano/Latino high school
students who do not graduate. Chicano/Latino students are dropping out of school before
they graduate at a rate three to four times that of Anglo students attending Santa Teresa
high school. At the end of the 1996-1997 school year, the school's guidance counselors
reported sending out notices of academic failure to 41 % of Chicano/Latino students
entering their senior year. Of no less concern, is the number of ninth grade
Chicano/Latino students receiving at least one "F" in their most recent semester grade
reports. Of all ninth grade Chicano/Latino students, 64% received at least 3 F's.
Research points to minority status, poverty and lower levels of parental education,
as being the most significant factors contributing to the high rate of dropout among
Chicano/Latinos (National Center for Educational Statistics, 1995). According to
statistics published under the Department of Education in 1992, 39 percent of
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Chicano/Latino children lived in families with an income level below the poverty line,
compared to 16 percent of white children.
The dropout rate for Chicano/Latinos was substantially lower in 1992 than it was
a decade earlier. However dropout rates for Chicano/Latino students are still much
higher than for whites. There is no single factor that can be attributed to the cause of
Chicano/Latino students dropping out of high school. Effective methods ofreducing the
number of Chicano/Latino students who do not graduate from high school, focus on
direct prevention. Such approaches include individual and group counseling, family
involvement programs and linkage to other community resources.
Group counseling is considered to be a highly effective method of reducing the
number of Chicano/Latino student who do not graduate from high school (Muha and
Cole 1990). Long term studies show that students who fail in their first year of high
school are four times more likely to drop out before they graduate (cited in Pearson &
Bamerji, 1993). The same studies also note that by identifying those students at risk of
failing and providing them with support services, there is a higher probability that they
will graduate from high school.
The purpose of this project is to provide group counseling to ten Chicano/Latino
freshman students in order to determine if it is an effective method of improving their
academic achievement and level of school functioning, thereby increasing the probability
that they will successfully complete high school.
Group counseling was to be used as a support service with the intention of
enlightening the ten students through educational resources and group cohesion. Data on
academic achievement, attendance and disciplinary action were collected before and after
the group intervention and compared for analysis. The results of the project will be
analyzed to see whether or not supportive groups are effective in improving school
functioning, and academic achievement.
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Chapter 2
CONTEXT OF SERVICES
Description of Agency

The study took place as part of the services provided through the Student/Family
Center located on the campus of Santa Teresa High School. The school is located in
South San Jose on the comer of Santa Teresa Boulevard and Snell Avenue. According to
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the U.S. Census, the surrounding community is made up primarily of Anglo, middle class
families.
Santa Teresa High has an enrollment of 2,160 students. The student population is
51.99% white and 22.64% Chicano/Latino. The remaining 25.37% are made up of
Asian, African American, American Indian, and Pacific Islander. Chicano/Latino refers
to those students who ethnically identify as having roots back to the Americas that
include the American Southwest, Mexico, Central and South America, and the Caribbean
islands such as Cuba or Puerto Rico.
A number of students attending Santa Teresa High live outside the radius of the
local school community. Through court ordered desegregation requirements, students
residing within East Side Union School District have the option of attending a high
school of their preference. The purpose of allowing students to do this is to disperse
students who would otherwise attend schools in poorer communities.
As part Santa Teresa's effort to meet the needs of each and every student, the
school provides a number of special programs, which includes the Student/Family
Center. The center provides links to community agencies that use the center to provide
student support services. Through the center, outside agencies come together as a
multidisciplinary teai;n to provide counseling and other resources.
The agencies that are currently providing services at the center include Ujima,
Santa Clara County Department of Drug and Alcohol Services, and San Jose State
University, College of Social Work. Ujima provides group counseling and academic
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support services to African American youth. Santa Clara County provides a part time
therapist to provide individual and group counseling on substance abuse prevention. San
Jose State College of Social Work provides two graduate student interns, and one
undergraduate intern who provide individual and group counseling. The interns are
supervised by a School Social Worker who meets with the interns on a weekly basis. A
coordinator, receptionist, health clerk, and a case manager who serves as the lead
counselor currently staff the Center.
The Student/Family Center is an essential component to the school's system of
identifying and serving those students at greatest risk of failure. Those students needing
services are identified through one of several methods. They have the liberty of walking
in and requesting to speak to a counselor, at which time, an assessment is made by one of
the counselors who then decides that the individual needs immediate attention or can be
seen at a more appropriate time. The second and more common method of identifying
students is through a referral to the Multi Service Team (MST).
The Multi Service Team is a group that usually consists of the interns, the center
staff, three assistant principles, and on occasion a guidance counselor. The team meets
once a week for about an hour and half, providing input on each referral and sharing
information about the students. In addition, problem-solving strategies are discussed to
determine the best possible methods of intervention. The cases are then assigned to the
most suitable team members, and a record is kept of each student seen for follow-up
review.
When any acting staff or faculty member deems that a student is at risk of failure,
or appears to be in some kind of trouble, a referral is made to the MST indicating the
student's name, ID number, who is making the referral, and the reason for the referral.
Most of the referrals are made by teachers who want a student to be reviewed by the team
or simply to get them into the center. At least 50% of the students referred to the MST
are ninth grade Chicano/Latinos followed by Anglo ninth graders and African American
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ninth graders. Those who most frequently access the Center on a voluntary basis are
ninth grade Anglo girls.
Policy Context
In October of 1997 SB 1051 was approved by the Governor of California
authorizing school districts that maintain specified voluntary desegregation programs to
present claims for reimbursement for the costs of these programs. A grant titled
Voluntary Integration Plan (VIP), was approved in the amount of $518,000 to be used by
Santa Teresa beginning in the spring of 1998. The grant provided funding for many of
the Special Programs offered at Santa Teresa, including the Student/Family Center.
The Student/Family Center was allotted $59,429 of the $71,429 granted for what
was categorized as Student Support. The category of Student Support is a cluster of
programs that were considered to be primarily under the auspices of the Student Family
Center. The remaining $12,000 of the $71,429 would be used for programming outside
the center.
Current Evaluation Process
Each voluntary desegregation program included in the VIP is evaluated according to a
set of objectives that are intended to measure student achievement and level of
functioning. Service provided at the Student/Family Center would be evaluated according
to the following objectives. The data will be analyzed according to ethnicity, gender, and
grade level.
•

Fifty African American and one hundred Chicano/Latino students who achieved a
grade of Dor F during the first semester of 1997-1998 academic year will be
identified as target students to improve their overall success rate by 10%.

•

There will be a 10% decrease in student behavioral referrals, suspensions, and fights
for students accessing the Student Family Center.

•

The attendance rate for all students accessing the Student Family Center will increase
by 20%.
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Chapter 3
DESCRIPTION OF TARGET POPULATION

The participants are ninth grade Chicano/Latino students at Santa Teresa High
School. Each of the ten students selected are failing their first year of high school, and
are seriously at-risk of dropping from school before graduating. They were selected
based on the number of course failed in the previous semester, their school attendance
and the number of behavioral problems. Each student maintained a grade point average
less than 2.0, have missed at least 4 full days of school in the last grading period, and
have been referred to the AP's office more than two times.
Client 1 is a fifteen-year-old Mexican-American male bussed in from outside the
local high school district. He failed two classes in his first semester of high school and is
currently earning four Fs. He currently has eight class absences and has been referred to
the AP's office nine times since the beginning of the year for disruptive behavior and
cutting class. He has stated that the biggest stressor in his life as a Chicano/Latino
student is his parent's divorce. He states that he has a hard time with the class work and
that his teachers ignore him when he asks for help.
Client 2 is a fifteen-year-old Mexican-American male who lives within the local
school district. His first semester of high school, he failed three classes and is currently
earning two F's. He has up to 10 class absences, and has been referred to the AP's office
eight times since the beginning of the school year primarily for cutting, but also for
fighting, and talking back to his teachers. In group he expressed a strong desire to do
well in his classes, but states that he has difficulty with certain subjects, and does not feel
his teachers give him the attention that he needs. He has directly expressed that his
biggest stressor as a sixteen-year-old Mexican American student, is his inability to
communicate with his parents. He feels that they are very mistrusting of him for no
apparent reason, and are unwilling to compromise with their rules.
Client 3 is a fifteen-year-old Mexican male who lives within the local high school
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district. He failed two classes last semester, and is currently earning two F's. He has six
class absences and has been referred to the AP's office four times recently for cutting
class and failing to do his work in class.

Client three was born in Mexico and migrated

to the U.S. with his family when he was in third grade. He speaks English but based on
interactions with him, it appears that he has a difficult time comprehending the language.
This is a stressor that is effecting his school achievement.
Client 4 is a fifteen-year-old Mexican-American male who lives within the local
school district. He failed two first semester classes and is currently failing two classes.
He has four class absences and has been referred to the AP's office three times this year
for fighting. He has not expressed any family issues, but is having a difficult time
communicating with his teachers.
Client 5 is a fifteen-year-old Mexican-American male who lives within the local
school district. He failed five of his six classes of his first semester and is currently
failing the same courses. He has five class absences and has been referred to the AP's
office three times for failing to participate in class. His parents are divorced and he lives
with his aunt and uncle. He states that he has a very difficult time with his class work
and that teachers treat him very differently from his classmates.
Client 6 is a fourteen-year-old Mexican female who is bussed in from outside the
local school district. She failed two classes her first semester and is currently failing two
classes. She currently has six class absences and has been referred to the AP's office
three times for behavioral problems in class. Her biggest stressor as a Mexican
immigrant is isolation. She feels that she is treated differently from others because she is
Mexican. She was born in Mexico and comes from a single parent home, where she lives
with her mother and two younger sisters.
Client 7 is a fourteen-year-old Mexican-American female who lives within the
local school district. She failed five classes first semester and currently has four F's. She
currently has up to 29 absences and has been referred to the AP's office 23 times for
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disruptive behavior, fighting and cutting. Client seven is known to be very defiant of
authority, but was open to attending group and participating. She states that her biggest
stressor is her home situation. She currently is sharing her bedroom with her eighteenyear-old sister and her sister's newborn baby who recently moved back home to live with
the parents.
Client 8 is a fifteen year old Puerto Rican-American female who lives within the
local school district. She received five F's her first semester and is currently earning five
F's. She has missed up to 36 class periods and has been referred to the AP's office 27
times for cutting and disruptive behavior. Client eight lives in a single parent home with
her mother and two older brothers. She state that her biggest stressor as a Latina is her
relationship with her mother.
Client 9 is a fifteen-year-old Mexican-American female who lives outside the
local district. She received three F's last semester and is currently failing the same three
classes. She has fifteen class absences and his been referred to the AP's office ten times
for cutting and fighting. Client 9 is a first generation Mexican-American. Her parents
migrated to the United States before she was born. She lives with her parents and two
younger sisters in what she considers a very strict home. She states that her biggest
stressors as a first generation Mexican American is her inability to communicate with her
family and the violence that exists in her neighborhood.
Client 10 is a fourteen-year-old Mexican-American female who lives within the
local school district. She earned three Fs her first semester and is currently failing three
classes. She has six class absences and his been referred to the AP's office three times.
She states that her biggest stressor as a Mexican American student, is her family. She has
an older sister who is nineteen with four children and she worries about her a great deal.
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Table 1.
Description of Target Population
AP

client
1
2
3

4
5
6
7
8
9

10

gender
M
M
M
M
M
F
F
F
F
F

age
15
15
15
15
15
14
14
15
15
14

address
OD
OD
OD

sem 1 Fs current Fs absences referrals

W/ID
W/ID

OD

2
3
2
2

4

8

2
2
2

10

5

5

5
6
29
36

3
3
3
23
27

15

10

6

3

2

2

W/ID
W/ID

5
5

4
5

OD
OD

3
3

3
3

6
4

9
8

4

Key
Gender: M =male, F =female
Address: OD =living outside of local school district

W/ID =living within the local school district
Sem.1 Fs: number =the number ofFs earned first semester
Current Fs: number =the number ofFs currently
Absences: number =the number of absences currently
AP referrals: number =the number of referrals to the Assistant Principals office

Table one shows that the ten students selected were equally divided by gender.
Of the ten students, six were attending Santa Teresa because of voluntary desegregation
policies. Seven of the students were age fifteen and three were fourteen years old. Three
of the girls have a significantly higher number of absences and AP referrals.

Chapter 4
THEORETICAL FOUNDATION AND LITERATURE REVIEW
Chicano/Latinos as a group are at greatest risk of quitting school before
graduating. Research shows that there is no single factor that causes students to drop out.
Most researchers agree that dropouts share some common characteristics which include
minority status, low socioeconomic status, low academic achievement, chronic truancy,
difficulty getting along with teachers, dissatisfaction with school, early pregnancy, low
self esteem, substance abuse, and lacking social skills e.g., (Orr, 1987; Barber and
McClellan, 1987; Loughrey & Harris, 1990; Okland, 1992; Pearsons & Bamerji, 1993).
Wattenberg (1977) found that students who drop out of high school usually make
the decision to drop out during the first two years (cited in Pearson and Banerji, 1993).
Oakland (1992) supported this finding and indicated that ninth-grade students are at the
greatest risk of dropping out of school, especially those with low achievement and
attendance. At this grade level, Pearson and Banerji suggested that prevention or
intervention efforts must focus on the students' academic success and the development of
their social skills in order to retain them in school.
These characteristics appear to be consistent with the target population used for
the study. Nearly every student in the group expressed that family stressors existed in
some form. Family and support structures were either absent or provided at a level
insufficient to meet the needs of the student in order for them to function in a high school
system. Examples of family stressors include stress induced by family break-ups, family
complications such as problems with siblings, substance abuse and poor family
functioning including extended family member relationships. Ethnicity, family income,
and race also plays a major role in each student's ability to mobilize resources provided
at the school, that would otherwise enable the student's to identify the school as a source
of empowerment, and maintain a sense of ownership and/or a sense of belonging.
According to Reyes and Jason (1991) people in supportive social environments
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are in better health, face little future depression, have greater adaptation, and a higher
sense of personal control. Concurrently, Srebnik and Elias (1993) pointed out the
importance of situation or ecological factors that can contribute to the student's decision
to drop out of school or not. It has been shown that teachers and peers can function as a
social support network in helping students in school through positive bonding to
conventional groups and norms.
Blum and Jones (1993) states that high levels of inadequate socialization and
social disorganization cause weak bonding to conventional groups, resulting in bonding
to deviant peer groups who model and reinforce deviant behavior. Thus Blum and Jones
emphasized prevention approaches which take into account a social network to encourage
and reinforce positive behavior and attitude in students.
Group counseling has been shown to be effective at increasing the probability that
at-risk students will successfully complete high school. Since peer group influences is
especially strong in adolescence, group counseling is more advantageous than individual
counseling (cited in Page and Chandler, 1994). Muha and Cole (1990) learned that
Hispanic high school students are more impacted by their peer group in their decision to
drop out of school. Pearson and Banerji (1993) successfully used structured group
counseling to increase academic achievement, reduce absenteeism and lower dropout
rate.
A number of other authors found that group counseling improves classroom
behavior and produces a more internal locus of control (e.g., Page & Chandler, 1994;
Pearson & Banerji, 1993). Praport (1993) suggests the use of a structured groupcounseling curriculum in which students can work on assertiveness, time management,
study skills and habits, decision making, and stress reduction. Topics discussed in the
counseling groups included motivation, relevance of school, academic problems, career
goals, and study habits. Praport's study showed significant reduction of absenteeism and
dropout rates (Praport, 1993).
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Research strongly suggests using social and life skills training that focus on
competency, decision making, assertive skills, and a social system that can encourage
positive bonding at school. Hawkins and Weis (1985) stated that students must posses
social skills in order to make connections and to relate to one another and to adults in
school. These skills are critical in order for the students to build and maintain a sense of
bonding and belonging.
The group intervention used at Santa Teresa applied the principles of a social
skills training program to improve success in school. Social skills training teaches
students new ways of coping and socializing (e.g., Allen et al., 1990; Eggert et al., 1990).
It is essential in developing positive interpersonal relationships, which in turn promote

conventional bonding. Evans and DiBenedetto (1990) strongly emphasized the need for
developing strategies to help students acquire interpersonal skills in order to enable them
to become part of the conventional school norms.
In selecting an appropriate setting for dropout prevention programs, Eggert et al.
(1990) indicates that school is the most logical place. Since adolescents spend a large
part of each day interacting with others at school, it is their central place for development
of socialization. Any behavioral change, or bonding, to conventional norms or deviance
are more likely done and reinforced at school. There too, early signs of dropout usually
surface and teachers are more likely to be the first to notice and recommend early
interventions.
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Chapter 5
DESIGN OF THE EVALUATION STUDY
Intervention Methods

The intervention began at the point of selecting the students. Eight boys and eight
girls were picked from a list of Chicano/Latino students that were identified as at risk.
These students were called into the center individually and provided with a copy of their
transcript, and a current progress report. The report included the number of missed
classes and the number of referrals to the Assistant Principle's office for disciplinary
action. Each participant was asked to share their feelings about their level of
achievement. From the group of sixteen students, five girls and five boys were selected
to participate based on their motivation and desire to be in the group. All ten students
completed the intervention from beginning to end.
The method of intervention applied the techniques of skill building by focusing on
interpersonal processes and educational strategies in a group-counseling format. The
group met once a week for 55 minutes for a total of six weeks. The class period in which
the group met rotated in order to avoid having students miss the same class period
regularly thus affecting the student's performance in the class.
The first two meetings were used for introductions and getting acquainted. Each
participant was asked to describe his/herself, including their age, where they are from,
where they were born, what they identify themselves as, something about their family,
and what they see as the cause for their failing.
After the second meeting the group was required to check in at the beginning of
each session. The students where asked to describe how their life has been since the
previous meeting. After each student spoke, a topic was presented to the group and the
students were asked to share opinions, experiences, and/or comments.
Parrot (1993) suggested in his research that counseling groups discuss motivation,
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Parrot (1993) suggested in his research that counseling groups discuss motivation,
relevance of school, academic problems, career goals, and study habits. Each of these
topics were brought-up in group including assertiveness, time management, study skills
and habits, decision making, and stress reduction.

Desired Outcomes
The overall desired outcome was for the participants to show improvement in
academic achievement and social development as a direct result of the group
intervention. It is estimated that by providing group counseling, students will fail fewer
classes, attend school more often, and have fewer behavioral problems requiring
disciplinary action.

Time Frame
The intervention ran for seven consecutive weeks beginning March 9, 1998 and
ending April 24, 1998. The students met once a week for a total of six times. Due to
Spring break, there was no school April 10-17, 1998. Each meeting lasted for 55 minutes
or one period of the day, and was rotated to a different period each week.

Data Collection and Formal Scales or Measures
Progress reports and transcripts were used to measure academic achievement.
Student attendance records were used to measure the number of class absences each
student had before and during intervention. Discipline records were used to measure the
number ofreferrals to the AP's office each student had before and during intervention.
Weekly case notes were maintained to monitor any changes in behavior in and out of
group.

Research Design
The research design used for this project measured changes in a student's profile
by establishing a measurable baseline according to existing data on each participant, and
comparing that data to post intervention results. This design was selected for its
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feasibility and efficiency and given the school based setting, it was the most practical.

Plan For Analysis
Data were analyzed by comparing academic reports from before and after
intervention. Each student was evaluated individually according to his or her grades.
The numbers of credits attempted before and after intervention were also noted for
comparison. The actual number of sessions attended by the students was also analyzed to
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assess possible variations in the effectiveness of the intervention.
Absenteeism rate was based on the number of days missed to the number of days
that school is in attendance. In order to address the issue of classroom absenteeism, a full
six hours was considered a school day. The number ofreferrals to the AP's office before
and during the six-week intervention period were also compared for analysis. Case notes
were evaluated for changes in attitude towards school, schoolwork, peers, and teachers
during the six weeks of intervention. The post questionnaire was analyzed to measure the
effectiveness of the intervention.

Actual or Potential Risk
Risks of any kind were minimal for the participants of this project. Parent
permission slips were sent home with the students and required to be signed before they
could begin participating. Notices were sent to the teachers of each student informing
them that they would be participating in a group once a week and that it was confidential
information.
The students were instructed at the first meeting that the groups were confidential
and not to disclose the identities of other group members or any information that was
shared during group discussions. The students were also informed of the facilitator's
limitations of confidentiality due to the mandatory responsibilities to report suspected
child abuse or threat of physical harm to self or others.
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Chapter 6
RESULTS

An analysis of the data indicates that the group intervention had some impact on
the student participants affecting either their academic achievement and/or social
development. As indicated by their progress reports, attendance, number of referrals to
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the AP's office, and their feedback in group, each participant had some variation in their
profile prior to intervention.
Academic Achievement
Grades and GPA
Table 2. reports specific data for outcome measures of academic achievement in

terms of the number of F's earned and GP A. One of the ten participants reduced the
number of Fs earned and improved his GP A. Client 4 had 2 Fs prior to intervention with
a GP A of 1. 78. Following intervention Client 4 had only 1 F elevating his GP A to 2.0.
For the remaining nine students there was no movement.
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Table 2.

GPA and Number of Fs Earned
Client

Pre Intervention

Post Intervention

Fs

GPA

Fs

GPA

1

4

0.33

4

0.33

2

2

1.22

2

1.22

3

2

0.98

2

0.98

4

2

1.78

1

2

5

5

0.2

5

0.2

6

2

1.02

2

1.02

7

4

0.67

4

0.67

8

5

0

5

0

9

3

l.ll

3

l.ll

10

3

1.02

3

1.02
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Social Development
Attendance
There was a substantial improvement in attendance for each of the ten students.

Table 3. shows that all ten students attended school more often during the six-week
intervention than had they during the pre intervention phase. Of the students who were
absent during the intervention phase, clients 1, 2, 3, and 8, had two unexcused absences
and one excused absence. Client 4 who had one class absence during the intervention
phase had an excuse for his absence.

Table 3.
The number of class absences before and during six week intervention period
Class absences during

Class absences during

Preintervention phase

intervention phase

1

8

3

2

10

3

3

6

3

4

4

1

5

5

0

6

6

0

7

29

0

8

36

3

9

15

0

10

6

0

Client

'
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Referrals to the Assistant Principal
There was a substantial change in the number of referrals made to the assistant
principal during the six weeks of intervention. Table 4. shows that all ten of the students
were referred to the AP's office fewer times during the six week intervention period.
Those who were referred during the intervention continue to have difficulty within the
classroom. Clients 4, 5, and 8 were referred to the Assistant Principal for disruptive
behavior in the classroom.

Table 4.
Number of student referrals to Assistant Principal

'

Client

Pre intervention phase

Intervention phase

1

9

0

2

8

0

3

4

0

4

3

1

5

3

1

6

3

0

7

23

0

8

27

3

9

10

0

10

3

0
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Case Notes and Post Questionnaire
Analysis of the case notes and post questionnaire indicate an increased effort to
improve academic achievement and an increase in social development during and
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immediately following intervention. Table 5. reports how the students responded to
questions pertaining to social development and their perceptions of group intervention.

Table 5. results of post self-assessment
a lot
helped attendance

6

somewhat
3

not at all
1

changed attitude
about school

6

2

2

improved self
esteem

4

4

2

improved peer
relationships

4

3

3

improved ability to
make decisions

8

2

0

All ten of the participants attended class more often and were referred to the
assistant principal' s office less frequently during the intervention. One student earned
one less F, six students earned the same number ofFs, and three students earned more Fs
during the intervention.
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CHAPTER 7
DISCUSSION

Providing student support services clearly makes a difference for students who are
at risk of failing out of school. This project supports findings that a structured support
group is effective at reducing the risk of drop out among ninth grade students (Catterall,
1987; Muha & Cole, 1991; Page, &Chandler, 1994; Pearson & Banerji, 1993; Praport,
1993). The ten Chicano/Latino students who participated in this project responded to the
group counseling intervention as expected.
Srebnik & Elias (1993) pointed out that ecological factors can contribute to a
student's decision to drop out. As indicated they immediately developed a sense of
cohesion and ownership for the group. The students felt safe enough to express their
concerns and struggles of trying to achieve academic success. By allowing students to
establish a sense of trust and belonging it appears they became empowered, gaining a
greater locus of control.
Furthermore, from the increase in attendance and much-lowered rate of
behavioral referrals it appears their perceptions of school changed and they began trying
to improve their situation. Enabling students to normalize and validate their experiences
allowed them to begin valuing school . They began communicating with teachers more
effectively and developed relationships that extended outside the group setting. They
became familiar with the resources on campus and began to use them, such as after
school tutoring, the library, computer lab, and Student Family Center.
The students learned new skills that with minimal support next year could allow
them to continue attending regularly with few behavioral problems. Never the less fifty
five minutes a week for six weeks is sufficient time to have a lasting impact on at-risk
students. It was unrealistic to expect that grades and grade averages would be largely
affected given the short duration of the group. A full semester would be more
appropriate for this kind of group, or a support group each semester.
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If student support services are to have a long-term impact on at-risk students more
must be done to include educators, and parents. A group of this kind is most effective
when it can remain small and personal, but it must also be something that teachers and
parents view as beneficial and supportive of the student's learning. Teachers and parents
need to be educated on the purpose of student support groups so that they have a real
understanding of the processes that go on in a structured group setting. By involving
teachers in selecting students and by engaging parents through contact, they could begin
to value the group as helpful and supportive, and in tum, be more supportive and
encouraging of the students.
In conclusion, this project supports research findings that supportive counseling in
a small group context can reduce the risk of students dropping from school before
graduating. As Muha and Cole (1990), and others have pointed out, Chicano/Latinos
respond considerably well to structured group counseling. Recommendations for future
services include services that provide numerous resource options and skill building
techniques with a well-structured design; and strong collaborative efforts with teachers,
parents and other school faculty in designing and implementing the intervention.
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